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ABSTRACT 

 

    Different studies suggest that the beliefs students hold about the language learning process might 

affect their learning of a foreign language. Likewise, other studies show that attitudes can either 

heighten or hinder students’ motivation, attention, and rate of learning depending on the learning 

context and situation. However, there are few studies on beliefs and attitudes towards learning 

English in the Colombian context. Furthermore, the studies available have been developed in 

school or college contexts and seldom in the context of language institutes. Yet, the population 

learning English in this kind of institution is growing, especially in terms of people who could not 

learn a language within the formal setting of a school or university. The following study collected, 

analyzed, and described the beliefs and attitudes of students of English as a foreign language in a 

private language institute. The aim is to describe how people outside a school setting view the 

learning process and how the methodology these institutes implement fits (if at all) this 

population’s beliefs and attitudes towards the language and the learning process. A total of 173 

students from different English levels (ranging from Basic to Advance courses) were surveyed 

during their classes in two branches of one of the most popular private Language Institutes in Cali. 

The results show that students believe that the best way to teach English is a mixture of 

characteristics of the Communicative Approach and the Traditional Approach. Therefore, students’ 

beliefs lean towards an eclectic vision of learning English. In addition, students believe that English 

is an important factor in their professional and academic life, as well as a tool to communicate 

when traveling to other countries. Concerning the attitudes towards the methodology, according to 

the results, students have a very positive attitude towards teachers, materials, and the different 

activities they are exposed to.  

 

Keywords: Beliefs, attitudes, students, methodology, private institution, Communicative 

approach, traditional-classic approach, eclectic vision, English learning. 
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RESUMEN 

 

Varios estudios sugieren que las creencias que los estudiantes tienen sobre el proceso de 

aprendizaje de idiomas pueden afectar su aprendizaje de una lengua extranjera. Del mismo modo, 

otros estudios muestran que las actitudes pueden aumentar o limitar la motivación, la atención y la 

tasa de aprendizaje de los estudiantes, dependiendo del contexto y la situación del aprendizaje. Sin 

embargo, hay pocos estudios sobre creencias y actitudes hacia el aprendizaje del inglés en el 

contexto colombiano. Además, los estudios disponibles se han desarrollado en contextos escolares 

o universitarios y rara vez en el contexto de institutos de idiomas. No obstante, la población que 

aprende inglés en este tipo de institución está creciendo, especialmente en términos de personas 

que no pueden aprender un idioma dentro del entorno formal de una escuela o universidad. El 

siguiente estudio recolectó, analizó y describió las creencias y actitudes de los estudiantes de inglés 

como lengua extranjera en un instituto privado de idiomas. El objetivo es describir cómo las 

personas fuera del entorno escolar ven el proceso de aprendizaje y cómo la metodología que 

implementan estos institutos se ajusta (si es que lo hace) a las creencias y actitudes de esta 

población hacia el idioma y el proceso de aprendizaje. Un total de 173 estudiantes de diferentes 

niveles de inglés (que van desde cursos básicos hasta avanzados) fueron encuestados durante sus 

clases en dos sucursales de uno de los institutos privados de idiomas más populares en Cali. Los 

resultados muestran que los estudiantes creen que la mejor manera de enseñar inglés es una mezcla 

de características del enfoque comunicativo y el enfoque tradicional. Por lo tanto, las creencias de 

los estudiantes se inclinan hacia una visión ecléctica de aprender inglés. Además, los estudiantes 

creen que el inglés es un factor importante en su vida profesional y académica, así como una 

herramienta para comunicarse cuando viajan a otros países. Con respecto a las actitudes hacia la 

metodología, de acuerdo con los resultados, los estudiantes tienen una actitud muy positiva hacia 

los maestros, los materiales y las diferentes actividades a las que están expuestos. 

 

Palabras claves: Creencias, actitudes, estudiantes, metodología, institución privada, enfoque 

comunicativo, enfoque clásico-tradicional, visión ecléctica, aprendizaje del inglés.  
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1. STATEMENT OF THE PROBLEM 

As in many countries in the world, Colombia, there is a pressing demand for English for its 

citizens. A person’s academic and job opportunities increase to the extent he or she demonstrates 

a consolidated mastery of the language.  Consequently, the Colombian government introduced the 

National Bilingual Program (NBP henceforth) in 2004, establishing that all high school graduates 

from public and private schools should reach an intermediate level of competence in the English 

language (or B1 level according to the levels of the Common European Framework of Reference, 

Council of Europe, 2001). Yet, in the 15 years after the NBP, the goal has not been met and the 

majority of high school graduates reach a basic level (A1 or lower) in the language (Alonso et al. 

2017, Bastidas & Muñoz, 2018; Gutierrez & Mayora, 2019).  

As a result, many Colombians take private English classes, mostly in language institutes and 

academies such as the Institute Learn English International or Colombo American Bicultural 

Center, the language institutes that operate inside most renowned universities and many other 

similar institutes. To date, there appears to be no official statistics on how many people register for 

these courses, but it seems to be a growing population in many cities of the country. Particularly, 

in Santiago the Cali, the existing number of institutes of this sort suggests the demand for English 

is on the rise. However, a review of recent research in Colombia and Cali revealed that this is one 

of the least studied populations when it comes to foreign language teaching. Most studies focus on 

school and college students (either public or private sector).  

Another vast area of research in second or foreign language teaching is the field of beliefs and 

attitudes towards the language, how it is taught and its role in society (Abdi & Asadi, 2015; 

Horwitz, 1985 & 1999; Kern, 1995; Williams & Burden, 1997). These authors comment that beliefs 

can have an impact on the learning process. As claimed by Abdi & Asadi (2015, p. 105) “people 

possess some preconceived ideas about various issues and [...] these beliefs can influence their 

understanding of and reactions towards new information.”  If students believe that a language is 

too difficult to learn, they might decide not to undergo its study, or, if forced to take lessons of that 

language, they might not involve much effort in a task they consider unattainable. Therefore, their 

motivation to learn the language would be affected. If students believe a language is learned by 

playing games and constant speaking, they might find lessons that contain written exercise and 

formal explanations useless, even if such lessons could actually work. In this case, again, students’ 

motivation and attitudes towards the lesson might be negatively affected.  
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 Stating this, it is important to highlight the importance of studying students’ beliefs. In some 

cases, teachers could plan strategies and adjust their teaching to match students’ beliefs. In other 

cases, if beliefs affect students’ motivation, engagement, and use of strategies negatively, teachers 

need to tackle them and modify them through knowledge and reflection (Brown, 2001).   

Attitudes refer to predispositions people held regarding a person, phenomenon, or group of 

people (Dörnyei, 2005). In simple terms, such dispositions can be positive or negative. People 

might reject a certain group of people (from an ethnic group or from a particular political position) 

based on attitudes. In language learning, one of the best-established models of motivation claims 

that motivation to learn a foreign language is deeply rooted in attitudes learners have towards the 

language itself, the culture where the language is spoken, and its native speakers  (Gardner, 1985). 

Just as beliefs, attitudes might have a positive or negative impact on the learning process (Dörnyei, 

2005; Williams & Burden, 1997). Beliefs also go hand by hand to the attitudes of students. The 

attitudes that students have depend on their beliefs on the language, their acquisition process, and 

themselves. And these attitudes, whether positive or negative, can affect the overall performance 

of the student in his/her process.   

In the particular context of language institutes, these usually advertise to implement a 

determined method or methodology that they claim to be exclusive and effective. These institutes 

are often jealous of their methodology and require teachers to strictly follow it. In this scenario, 

students' beliefs and attitudes are often ignored, which could result in reduced motivation and even 

high drop-out rates. Yet, this is a phenomenon that has not been studied in many contexts.  

Based on the discussion above, the current study seeks to answer the following research 

question:  

What are the beliefs about language learning and the attitudes towards the teaching 

methodology in students who are learning English in a private institute/academy in Santiago 

de Cali? 

This will be a quantitative study with a design in which students’ beliefs and attitudes towards 

English Learning were collected and analyzed. The purpose of this study is to contribute to the 

understanding of student’s beliefs and attitudes to a specific methodology and also, to learn about 

how students in this educational setting construe and view the process of learning a foreign 

language.   
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2. AIMS 

 

2.1.2 General Aims 

To identify, describe, and explain the beliefs about language learning and the attitudes 

towards the teaching methodology in different English levels in a private language institute in 

the city of Santiago de Cali.  

2.2 Specific Aims 

•  To describe the beliefs students of English at a private institute hold about 

language learning.  

•  To describe the attitudes towards the teaching methodology students from the 

above-mentioned context have.   

•  To determine which variables explain those beliefs and attitudes 
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3. RATIONALE 

During the late 1990s and early 2000s, Elaine K. Horwitz (Horwitz 1985, 1987, and 1999) and 

her associated developed the “Beliefs about Language Learning Inventory” (BALLI) and 

conducted studies in different contexts and populations to determine how such beliefs influenced 

language learning  

The following project aims at describing and explaining the beliefs and attitudes of students at 

different levels in an English private institution in the city of Santiago de Cali. To begin with, one 

of the reasons for the importance of this study has to do with the lack of studies about beliefs and 

attitudes about foreign language learning and teaching in the Colombian context. There is a lack of 

studies in private institutes. There are many in universities and public schools but only a few in 

these institutes. Hence more, these institutes are important because of the large number of students 

they have, especially since the majority of people register voluntarily.  

Next, knowing students’ beliefs and attitudes ultimately can help improve instruction/teaching, 

not only for institutes. As Horwitz stated (1999), “Understanding learner beliefs about language 

learning is essential to understanding learner strategies and planning appropriate language 

instruction.”(p.557) Having this into account will not only allow teachers to know the beliefs their 

students have but also allow them to understand their learning process and create classes that can 

adjust to their students. Moreover, while understanding the different attitudes that students have, 

comprehend, and strengthen their language acquisition process.  

Also, considering the diversity of learners in institutes, this study could help build a profile of 

learners of the English Language in the city. There is little research on the population that is 

learning English outside of schools and universities that enter the private sector to enhance their 

English proficiency. This community can be constituted by different types of people ranging from 

students to professionals, from youngsters to senior citizens.   
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4. BACKGROUND STUDIES 

 

4.1 International 

Kuntz (1996) describes and summarizes years of studies based on BALLI(Beliefs about 

language learning inventory). It begins with a description of the model created by Elaine Horwitz 

to identify the beliefs of students who are learning a foreign language, especially those languages 

that are more popularly taught such as English, French, Spanish, and German. After, she describes 

the results of nine other projects that used this as their main data collection instrument and finally 

compares these results in terms of its characteristics and analyzes them.  The author concluded that 

before the creation of BALLI, there were no systematic analyses of students’ beliefs. With this 

tool, students’ and teachers’ most common beliefs about foreign language learning can be 

identified, and as a suggestion, these results should be incorporated in the program design, the 

material used and strategies to improve foreign language learning not only in the USA but all 

around the world.  

Horwitz (1999) examined the differences in beliefs about language learning between 

American learners of French, Spanish, German and Japanese, US university instructors of French, 

and Korean, Taiwanese, and Turkish heritage English as a Foreign Language English (EFL) 

students. The instrument used in this study was BALLI to identify similarities and differences 

among these groups. As a result, this examination did not provide clear-cut cultural differences in 

beliefs. The differences between the university instructors of French and American learners suggest 

that beliefs may vary based on factors such as age, stage of learning, and professional status.  

Diab (2006) research the beliefs Lebanese university students had regarding the learning of 

English and French. Once more, the BALLI questionnaire was used as the main instrument in data 

collection. Participants were 284 students from three of the most important universities in Lebanon. 

This study concluded that beliefs about language learning vary according to the target language 

being learned and sociocultural contextual variables. For instance, Lebanese students consider 

English to be easier to learn than French. Motivation to learn English is usually instrumental while 

motivation to learn French tends to be integrative.  Finally, while French was regarded as an 

important language in the Lebanese students, English was rated as more important and necessary.  

Kunt (2008) surveyed university students’ beliefs about learning Turkish as a second 

language. As the primary data collection instrument, Horwitz’s BALLI was used along with a 
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background questionnaire that collected information about gender, age, class and home country of 

the subjects. The latter was developed by the author.  In this study, 60 international students from 

countries such as Nigeria, Iraq, Pakistan, and Cambodia, who were studying Turkish as a second 

language (TSL) at Eastern Mediterranean University in Famagusta, North Cyprus, participated. 

The results of the study differed from those of previous studies on students’ beliefs. Also, the results 

revealed that International learners of TSL were self-confident about their ability to learn Turkish 

and studying a language where it is official makes it essential to learn for the student’s daily 

communication suggesting a mostly integrative orientation in their motivation to learn the 

language. Having mentioned all of this, the results concluded that international students are 

motivated to learn Turkish and that it is related to learning target language culture.  

While studies in the line of work of Horwitz and colleagues have focused on beliefs about 

language learning in general, other researchers have focused on students’ beliefs regarding specific 

elements of language teaching or learning. Loewen,
 
Li,

 
Fei,

 
Thompson,

 
Nakatsukasa, Ahn,

 
and 

Chen (2009) studied the beliefs L2 learners had regarding the role of grammar instruction and error 

correction in learners of different languages. A total of 734 L2 students in different levels at an 

American University were administered a questionnaire that was composed of thirty-seven Likert-

type items and four open-ended prompts. As a result, students from the least commonly taught 

languages (such as Turkish, Nepali, Korean, Persian, etc. that represented about 6% of the sample) 

were the most positive about the role of grammar in L2 instructions, while learners of English tend 

to view the role of grammar instructions less favorably. The latter (21% of the sample) held 

negative views towards grammar instructions and prioritized communication over grammar. This 

study also showed that beliefs about grammar might be contradictory. While in the qualitative 

analysis of responses to the open-ended prompts it was reported that the study of grammar is useful 

and important for learning a foreign language, it was also regarded as a boring activity.  Different 

groups expressed a diversity in their beliefs, and it is important to highlight that learners value 

grammar instruction, but it was apparent that not everyone valued grammar instruction equally. As 

for error correction, it was viewed as another separate component and somewhat negatively by the 

participants. Statistical analysis conducted by the authors demonstrate that variance in beliefs about 

the role of grammar (its importance) and error correction are influenced by social context, country 

of origin, target language previous language learning contexts and most specifically the language 

instruction methods in their home countries. 
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Savignon and Wang (2003) investigated Taiwanese EFL learners’ attitudes and perceptions 

concerning classroom practices such as meaning-based versus form-focused instruction. In this 

investigation, the authors surveyed 75 first-year university students who had been learning English 

for at least six years. The questionnaire comprised five parts: Part one, two, four and five consisted 

of statements related to the perception of classroom learning experiences, focus-based instruction, 

and meaning-based instruction. Part three consisted of beliefs about English learning in general. 

The students had to choose from a Likert-type scale (one to seven) that represented their 

perspectives.  The study yielded the following results: A large number of students agreed that their 

experiences in high school had been grammar-focused with little communicative or meaning-based 

practices. Concerning the learners’ attitudes, most expressed a dislike for form-focused instructions 

and had in high regard the practices that engaged them in making meaning. 

In overall, this review of international studies on learners beliefs reveal the following 

findings: i) these studies are predominantly quantitative in nature or, at best, mixed-methods; ii) 

the BALLI is the most frequently used instrument to surveyed students’ beliefs about language 

learning in general; iii) researchers have not only studied beliefs regarding language learning in 

general, but also beliefs about specific aspects related to language teaching methodology and the 

role of grammar and error correction; iv) different contextual and students variables influence 

beliefs students hold about language learning (former experience learning a language, the context 

where the language is learned, etc.); v) these beliefs seem to be specific according to target 

language, that is, students do not have a general belief about learning all languages, but their beliefs 

vary from one language to another; and vi) a mismatch between beliefs and classroom practices is 

common.  

On the other hand, some studies have focused more on attitudes than on beliefs. As in the 

case of beliefs, some studies have studied attitudes in general towards the language, the culture or 

its native speakers (Gardner, 1985) and others have studied students’ attitudes towards more 

specific aspects such as teaching methodology or types of feedback. Liu and Chai (2009) analyzed 

the attitudes of 84 advanced level undergraduate EFL students from a Chinese university towards 

peer review and feedback. For the study, a survey and a semi-structured interview were used in 

order to gather information. The survey had 24-item, with 5-point scale going from strongly 

disagree to strongly agree, which consisted in four parts a) previous experience with peer review, 

b) willingness to do peer review, c) attitude towards peer review and d) reaction to peer feedback. 
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Concerning the semi-structured interviews 5 respondents were chosen. The interview consisted in 

asking questions related to their willingness to do peer review, attitude toward peer review and 

reaction to and implementation of peer responses. Data analyses included both quantitative and 

qualitative procedures.  After processing the responses, it was found that the majority of the 

participants were willing to do peer review, with 42 students agreeing and 34 students strongly 

agreeing (90% of the participants) as well as being willing to have their English writings to be 

reviewed by peers. Furthermore, in the interview, all five participants reported that peer response 

was valuable, and they also agreed that their classmates were capable of reviewing their writings. 

Likewise, students reported an importance to reading their peer responses and revising their drafts 

with the comments made to them. In conclusion, the results given by the questionnaire and the 

interview correlated to each other with a positive attitude towards peer review and feedback and 

showed that there were insignificant negative attitudes. 

 Shameem (2015) analyzed the attitudes that 238 undergraduate EFL students at a public 

university in Malaysia had towards English and the causes that might hinder their learning. To 

collect data, a 19-item questionnaire was designed and administered to 1
st
 and 2

nd
 year students. 

This study showed that Malaysian college students' attitudes towards English is positive. However, 

although students recognized the value and importance of learning English, they manifested that 

classroom instruction and examination were a source of unpleasant experiences. As for attitudes 

towards EFL teaching methodology responses show that these were more divided: Many students 

agreed or strongly agreed with ideas reflecting a communicative orientation in teaching 

methodology, but at the same time a considerable percentage also agreed with some traditional and 

noncommunicative practices. Specifically, for instance, 51% of the students agreed the English is 

learnt best in an “All-English” environment, indicating a preference for immersion practices and 

the exclusive use of English in the classroom, 52% agreed that communicating was the main aim 

of English instruction, but only 37% expressed rejection of methodological practices associated 

with the grammar-translation method. In terms of skill preferences, respondents did not show a 

particular preference for any of the skills and attributed equal importance to all of them, which 

reveals an integrative view of the language and the need to learn the language as a whole. Results 

also highlight the importance of the teacher in the development of students' attitudes.  

In Latin-American, Gómez & Pérez (2015) described the attitudes of 154 students from 

Puerto Montt, Chile, in two subsidized secondary schools. The main data collection instrument was 
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a 32-item questionnaire in Likert format that the authors designed based on a review of other 

language attitude questionnaires and adapted to the Chilean reality. Items in the questionnaire 

surveyed attitudes in five components related to English as a foreign language: a)Attitude towards 

teacher’s methodology b)Attitude towards language use in the English classroom, c)Attitude 

towards English as a subject at school d) Attitudes towards English as a global language and e) 

Attitude towards learning EFL in Chile. In analyzing the data, it was found that students had a 

positive attitude towards English as a global language in general. Favorable attitudes were also 

identified for teaching methodology, suggesting that students value the type and variety of activities 

in class, and the role the teacher plays. Yet, negative attitudes towards English as a school subject 

and learning EFL in Chile were reported. Also, half of the students agreed that English was a 

difficult area for them, although they still managed to obtain good grades in the subject. This 

showed that students do not have study habits and they do not spend time studying it, only worrying 

about the grades in examinations. To sum up, this study shows that although students value English 

as an important language for its usefulness and global presence, they lack commitment to studying 

it at school. 

Khatib and Ashoori (2019) compared the beliefs of 242 students and 154 teachers of EFL 

about different principles of communicative language teaching (CLT) in Iran. For data collection 

purposes, a questionnaire consisting of 28 statements (21 favorable and 7 unfavorable statements) 

related to the 6 main principles of CLT was administered to both teachers and students. These 

principles were: a) the role of the learner, b) The role of the teacher, c) group/ pair work, d) the 

place and importance of grammar, e) the role of the learner’s native languages, and f) the quality 

and quantity of error correction and assessments. Responses were analyzed quantitatively using 

descriptive statistics. Concerning the results, both teachers and students held a favorable attitude 

towards all principles mentioned before. Teachers had a favorable attitude especially towards the 

role and importance of grammar which states that they appreciate both traditional and 

communicative approaches to teach grammar. In terms of differences, these were small. The first 

one being the attitude towards grammar instructions, indicating that although teachers sympathize 

more with the principle of CLT, students were more in line with a traditional methodology in 

teaching grammar. Next, the two groups had differences in attitude towards the role and 

contribution of learners in EFL classes. Teachers’ attitudes were more positive than student’s 

attitudes. For instance, 64.9% of the teachers disagreed with the statement that “the learner is not 
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in a position to suggest what the content of the lesson should be or what activities are useful for 

him/her” while 74.4% of the students agreed with it. Also, there was a mismatch in the role of the 

teachers in the classroom with students’ attitude showing that they believed the teacher’s role was 

to be authoritarian while teachers believed that their role was to facilitate communication among 

learners and motivate them. In conclusion, the attitudes in general were more positive than negative 

towards the 6 main components of CLT. 

 

4.2 National  

Gómez (2017) analyzed the beliefs about learning English as a foreign language among 237 

college students at the Institución universitaria Tecnológico de Antioquia, as a way to improve the 

language department’s proposed curriculum. From this sample 160 were women and 77 were men. 

Data was collected through BALLI and afterward analyzed using descriptive statistics. As a result, 

this study was able to conclude that students have both strong instrumental and integrative 

motivation towards the learning of English, giving that this will allow access to better job 

possibilities in foreign countries, traveling to other countries and being part of the community that 

speaks English. This study also found that subjects found learning English to be challenging and 

they also believe that this process might be affected (facilitated or inhibited) by different individual 

factors including age, affective factors, difficulty to comprehend oral messages and the right 

context to learn the language. In turn, these beliefs affected their motivation. Subjects believed, for 

example, that the age they started learning played against them in the process. 

As it was reported in the review of international studies, researchers have not only studied 

students’ beliefs about language in general, but also their beliefs about specific aspects of language 

teaching and learning. Rengifo (2018) describes the attitudes and beliefs freshmen taking English 

for Academic Purposes courses at Universidad del Valle have regarding autonomy in language 

learning. Data was collected through questionnaires that were administered to students who had 

completed level IV, at the end of their academic period 2017-II. Also, an open questionnaire was 

administered to five of the six professors of the six groups that finished.  As a summary, this study 

was able to conclude, on the one hand, that students had positive attitudes and beliefs towards 

autonomous learning, but they seldom sought for professors or tutors’ guidance when they had 

questions. On the other hand, teachers relate autonomy with responsibility, the establishment of 
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personal goals, independent work outside the class and the use of strategies, tools or styles that 

adjust to each one.  

Also, in the context of the Universidad del Valle, Pino (2018) explored the beliefs about 

Intercultural Communicative Competence of the students taking Integrated skills in French III of 

the bachelor’s in education in foreign languages. She examined students’ perceptions on the 

presence of the intercultural component in French Classes. The data was collected through a survey, 

administered to four groups of students of the third semester of the program, and an interview to 

students of three of the four groups. Results of the survey were analyzed using statistical analysis, 

while content analysis was used to process data collected in the interviews. According to the results, 

students of the French courses see the French teaching assistants as referents of French culture, but 

they fail to see that culture is a concept that is constructed during a lifetime of experiences. With 

this being said, the author proceeds to give some suggestions such as the creation of a course of 

culture and the incorporation of cultural factors into the classes. 

Cerón (2018) investigated the beliefs and teaching practices of public-school English 

teachers concerning the use of ICTs in the classroom in Cali. Participants were teachers who had 

taken a workshop of a municipal project “TIT@ educación digital para todos”. This was a mixed-

method study. To collect the data, the author used a survey and an interview. Out of one 18430 

teachers participated by responding to the survey via email, two of these thirty were interviewed. 

The results showed that these teachers approved the use of ICTs in their classes because they 

believe that these tools i) provide extensive practice in the foreign language, and ii) motivate 

students. Although these were positive aspects, the results also show aspects that should be 

improved, for example, time management, fears, etc. For the teacher practices, the results show 

that there was a mixture of the traditional and constructivist approaches.  

Again, when national studies are looked at collectively, it can be concluded that there is a 

tendency to include both qualitative and quantitative data. Surveys are commonly used for 

gathering the quantitative data. In Colombia, there are few studies based on the BALLI, but beliefs 

about other components or aspects of language learning have been researched.  
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5. THEORETICAL FRAMEWORK 

 

This section offers an overview of the concepts and underpinnings that support this study from 

a theoretical point of view. First and foremost, the terms beliefs and attitudes, the object of study, 

are explained and briefly reviewed. Since there is a strong relationship between teaching and 

learning and considering that attitudes are studied in relation to language teaching methodology, 

some key concepts of this area are also explored.   

 

5.1 Beliefs  

In psychology, the study of beliefs had been both pervading and elusive. Pervading because 

different areas of human action and thought seem to be affected by beliefs that people have. Elusive 

because there is no established consent on a standard definition of beliefs, and these often are used 

interchangeably with other terms such as perceptions, attitudes, opinions and representations 

(Barcelos, 2008). Let us start by reviewing some definitions of beliefs from other fields before 

undertaking the task of defining beliefs in language learning and teaching.  

Richardson (1996) defined beliefs as “psychologically-held understandings, premises or 

propositions about the world that are felt to be true”(p.103). Similarly, Cabaroglu and Roberts 

(2000 cited in Abdi & Asadi, 2015, p 106) claimed that beliefs are “a set of conceptual 

representations which signify to its holder a reality or given state of affairs of sufficient validity, 

truth or trustworthiness to warrant reliance upon it as a guide to personal thought and action.” 

Barcelos (2008), following the ideas of Dewey, defines beliefs as 

 

a form of thought that covers ‘all the matters of which we have no sure knowledge and yet 

which we are sufficiently confident to act upon and also the matters that we now accept as 

certainly true, as knowledge, which certainly may be questioned in the future (p. 10).   

 

All these definitions claim that beliefs are true for the person that holds them, whether or not they 

are actually true when contrasted to the factual world. The second and third definitions show that 

beliefs can influence action and can become frameworks or lenses of the world sufficiently valid 

to guide people. The third definition shows, also, that beliefs can be changed.      
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In the field of language learning and teaching, interest in beliefs is relatively recent, dating 

back to the mid 80s and 90s (Abdi & Asadi, 2015, Barcelos, 2008). Horwitz (1985, 1987) was one 

of the first researchers of the studies on beliefs about language learning. Yet, she did not give an 

exact definition of the term in her articles. Initially, she defined beliefs simply as “student opinions 

on a variety of issues and controversies related to language learning” (Horwitz, 1987, p.120). On 

the matter, and also based on Horwitz’ seminal work, Abdi & Asadi (2015) state that “second and 

foreign language learners do not come to class without ideas about the nature and process of the 

learning. They have some presumptions about what language learning is and how a second 

language should be learned” (p. 105). According to Barcelos (2008), beliefs are cognitive, social 

and cultural in nature and they are related to how people understand the word and their sense of 

identity.   

The main concern in researching beliefs about learning a second or foreign language is how 

this impact this process. Taking this into account, Horwitz (1999) mentioned the importance of 

researching student’s beliefs stating  that “it is important to understand learner beliefs about 

language learning in order to understand learner approaches and satisfaction with language learning 

instruction”(p.558) Likewise, Kunt (2008)  says that learners’ beliefs about language learning can 

have crucial effects on their abilities and expectations to learn a language. Let us say that a person 

believes that the only way to learn a language is by moving and living in a target-language-speaking 

country. While research has proved that this is not always true, and that languages can be learned 

in countries where the target language has no official status, for that person this belief is true. Thus, 

this belief would guide the person’s thought and action. In this case, the person might regard a 

language class in his or her home country as a waste of time, and for this reason the person might 

not enroll in such courses. If such courses are compulsory, this person might not invest any serious 

effort and do just the minimum to meet course requirements.  

The most frequently used instrument in studies of learning beliefs is the Beliefs about 

language learning inventory (BALLI) (Horwitz, 1985, 1987). This instrument comprises 34 self-

report items grouped in five components which collectively surveyed beliefs about language 

learning in general. These include i) beliefs dealing with foreign language aptitude; ii) learning and 

communication strategies; iii) the nature of language learning; iv) difficulty involved in learning; 

and v) motivations and expectations. The large number of studies based on this questionnaire has 

produced data on what people most frequently believe about the process of language learning. In 
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reviewing different learner’s variables, Dörnyei (2005, p. 214) had this to say about the BALLI 

studies and their contribution to the field of second language acquisition: “Horwitz [...] presented 

empirical data [...] that confirmed that certain beliefs systems are quite common among learners 

and are consistent across different language groups. That is, there is a certain amount of stability 

about beliefs”.  Furthermore, more recent studies have also found variance in beliefs and conclude 

that these can be linked to students’ characteristics such as gender, age, background language, 

cultural background and previous experience learning the language as well as variation associated 

with the target language being learned and its social status in the context of learning (Diab, 2006; 

Barcelos, 2008; Horwitz, 1999; Kunt, 2008; Loewen et al., 2009). Another interesting development 

in the field has been the appearance of proposals to study beliefs though different approaches and 

from more qualitative stances (Kalaja & Barcelos, 2008; Oxford, 2001).   

 

5.2 Attitudes   

The second key element for this project was the term Attitudes.This term is also 

troublesome because it is a high-frequency word in everyday language. It is common to hear 

comments about a student such as “he has a bad attitude” or “I like her attitude”. What exactly is 

meant by that?  

One definition offered by Ajzen & Fishbein (2000) was that “there is now general 

agreement that attitude is best considered to be a person’s degree of favorableness or 

unfavorableness with respect to a psychological object” (p.2). Next, Quiles, Marichal and Betancort 

(1998, cited in Ortego, Lopez, Alvarez and Aparicio, 2011) define attitudes as "favorable or 

unfavorable evaluative reaction towards something or someone, which is manifested in our beliefs, 

feelings and behavior"(p.3) Also,  attitudes are defined by Allport (1967) as "a mental and neural 

state of readiness, organized through experience, exerting directive or dynamic influence upon the 

individual's response to all objects and situations with which it is related" (p. 8). In a more 

comprehensive review of attitudes, Vallerand, (1994, cited in Ubillos, Mayordomo and Páez, 2004) 

summarized a definition and characterization of attitudes in the following terms:  Attitudes i) 

cannot be observed directly; ii) imply a line of relationship in cognitive, affective and conative 

aspects; iii) play a motivational role in orientation towards the action; iv) influence perception and 

thought; v) are  learned and perdurable; and f) have  an evaluative and affective component that is 

manifested in feelings of  like or dislike.”  
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 5.2.1 Attitude’s taxonomy 

Concerning the different types of models to define attitudes and its different components, 

there are three different structures: Unidimensional, bidimensional and tridimensional.  The first 

one classifies attitudes dichotomic, expressed in terms of feelings of like-dislike or approve-reject. 

In this sense, the evaluative character of attitude is emphasized.  Next is the bidimensional model, 

which insists that attitudes comprise both an affective and cognitive component. And finally, the 

Tridimensional model which states that for every attitude three components are necessary. These 

components are a) a cognitive component, b) affective and, c) conative-behavioral component.   

According to McGuire (1968, cited in Ubillos, Mayordomo and Páez, 2004) the cognitive 

component refers to the form of how the object or person is perceived. Mcguire also defines the 

affective component as the feelings of likeness or dislike towards an object. And concerning the 

last component, it is defined by Rosenberg and Breckler (1960,1984, cited in Ubillos, Mayordomo 

and Páez, 2004) as the disposition and behavioral conducts towards an object.  

In language learning the study of attitudes had been connected to the study of motivation. 

In Gardner’s (1985) model of motivation this is defined as the intent to acquire a language, the 

effort to engage in the endeavor and the perseverance to maintain this effort. People are motivated 

to learn a language by different motives that can be either integrative or instrumental. The former 

depends on attitudes the learner has towards the language, its native speakers and the culture or 

cultures where the language is spoken. Although not explicitly stated, these attitudes are strongly 

linked to beliefs. A person who holds a belief that the French are elegant and stylish might develop 

positive attitudes towards the French to the point of wanting to be “like” the French. This might 

trigger an integrative motive to learn French will might result in a strong motivation to learn this 

language and learn about their culture.    

Attitudes in language learning have also been studied from other perspectives and not just 

in terms of motivation. researchers have also studied learners’ attitudes to specific learning 

conditions, contexts, or methodologies. In general, it is believed that positive attitudes towards 

classroom practices, the teacher or the teaching methodology will enhance language learning 

because the learner would be more motivated, engage in activities and have positive feelings 

(Williams & Burden, 1997). Conversely, students with negative attitudes might have a high 

affective filter in class (Krashen, 1982), feel distress in class, develop anxiety or even skip classes 

and avoid contact with the language (Brown, 2001).  
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Given the compelling argument in favor of considering and including the learner in the 

decision-making process in the development of a language curriculum, the study of beliefs and 

attitudes has grown exponentially over the years. Therefore, Brown (2001), Williams & Burden 

(1997) and Dörnyei (2005) highlight the importance of asking learners about their learning 

experiences, expectations, opinions and feelings explicitly and systematically. 

As stated at the beginning of this section, there has been considerable research on how 

students view (beliefs) and feel about (attitudes) the learning and teaching process. That is why, in 

this study perceptions and attitudes towards different aspects of teaching have been included. For 

the sake of being synthetic, in this theoretical framework an overview of some aspects of teaching 

will be offered. To begin with, the following section reviews the central concept of teaching method 

and methodology and some of the dominant approaches in the history of language teaching.  

 

5.3. Method/Methodology:  

There has been a debate whether method and methodology refer to the same or different 

aspects of teaching. While some authors seem to use these terms interchangeably, others state very 

explicit and clear differences.  

With the aim of clarifying the terms, the table 1 sums up some of the different definitions 

of the term given by leading authors in the field.  

As can be seen from table 1, authors such as Celce-Murcia (2001) and Brown (2002) do 

not offer an explicit definition of methodology even though the term is extensively used in their 

chapters. These authors seem to assume methodology in the general use of the term, meaning the 

study of methods. Puren (1988), Richards & Schmidt (2002) and Kumaravadivelu (2006), on the 

other hand, do make explicit distinctions between methods and methodology. These distinctions, 

however, seem blurry at times. Richards & Schmidt (2002) consider method the actual teaching 

and methodology the study of teaching. Kumaravadivelu (2006) offers the distinction that seems 

clearer. Methods are designed by experts or dictated by some educational agent (the textbook, for 

instance). Methods refer to how teaching should be done. Methodology, the author goes on 

explaining, refers to what teachers actually do in classrooms which might or might not follow 

strictly a method. The audiolingual method prescribes how the language should be presented and 

practiced, the type of activities to implement, the attitude towards errors and use of the first 

language, all these linked to the behavioral theory of learning and the structural theory of language. 
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However, teachers might enact these prescriptions in different ways and such implementations 

constitute a methodology. While some teachers might follow these procedures to the letter, others 

might adapt them (using drills and dialogues, but allowing use of the first language, for example). 

 

Table 1: Method and methodology 

Author Method Methodology 

Puren, 1988 “set of class processes and 

techniques aimed at arousing in the 

student a specific behavior or 

activity.” (p. 5) 

 

“A coherent set of processes, 

techniques and methods which has 

been revealed capable, over a certain 

historical period and with different 

designers, of generate relatively 

original courses compared to 

previous courses and equivalent to 

each other in terms of teaching / 

learning practices induced” (p.5) 

Celce-Murcia 

(2001) 

“a system that spells out rather 

precisely how to teach a second or 

foreign language. It is more specific 

than an approach but less specific 

than a technique.” (p. 5) 

 

Richards & 

Schmidt (2002) 

“a way of teaching a language which 

is based on systematic principles and 

procedures, i.e. which is an 

application of views on how a 

language is best taught and learned 

and a particular theory of language 

and of language learning.” (p. 330) 

 

 

“the study of the practices and 

procedures used in 

teaching, and the principles and 

beliefs that underlie them.” (p. 330) 
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Author Method Methodology 

Brown (2002) “a set of theoretically unified 

classroom techniques thought to be 

generalizable across a wide variety 

of contexts and audiences” (p. 9) 

 

 

Kumaravadivelu 

(2006) 

“established 

methods conceptualized and 

constructed by experts in the field” 

(p. 84) 

“what practicing 

teachers actually do in the classroom 

in order to achieve their stated or 

unstated 

teaching objectives.” (p.84) 

 

Taking this discussion to the context of language institutes, many of these claim to have an 

official methodology that is, supposedly, exclusive, innovative and effective. Nonetheless, to the 

extent that these are prescribed, rigid and generalizable to different students they are actually 

methods. Also, language institutes in which a commercial textbook is used not only as class 

material, but as the syllabus, and teachers are instructed to strictly follow the textbook, also 

implement a method, not a methodology. In fact, in French the word method is often used as 

synonym to textbook (see Puren, 1988).  In this study, we adhere to Kumaravadivelu’s distinction 

between method and methodology.  

Having attempted to clarify these terms, what follows is a review of some dominant trends 

in language teaching. The term approach is used to refer to a view of teaching based on theories of 

language and language learning (Celce-Murcia, 2001, Richards & Schmidt, 2002). Different 

methods can be subsumed under one approach. Then again, the teachers’ methodology might not 

be 100% consistent to any method and might involve more than one approach.  

 

5.4. Traditional Approach 

In this paper, we use this term to encompass different approaches and techniques that are 

considered to be previous to the communicative era in language teaching. According to Richards 

(2006):  
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Traditional approaches to language teaching gave priority to grammatical 

competence as the basis of language proficiency. They were based on the belief that 

grammar could be learned through direct instruction and through a methodology that made 

much use of repetitive practice and drilling. The approach to the teaching of grammar was 

a deductive one: students are presented with grammar rules and then given opportunities to 

practice using them [...]. It was assumed that language learning meant building up a large 

repertoire of sentences and grammatical patterns and learning to produce these accurately 

and quickly in the appropriate situation. Once a basic command of the language was 

established through oral drilling and controlled practice, the four skills were introduced, 

usually in the sequence of speaking, listening, reading and writing.  (p.6) 

 

Brown (2001, 2002) prefers the term Classical Method to refer to the Traditional approach 

and defines it in the following way: “Focus on grammatical rules, memorization of vocabulary and 

of various declensions and conjugations, translations of texts, doing written exercises.” (Brown, 

2001, p. 18). The quintessential examples of this approach would be the Grammar-translation 

method and the audiolingual method. While in the surface they differ in emphases (the former 

privileges written language over oral while the latter does just the opposite) they share some 

common principles: language is made of structures that can be sequentially presented and learned, 

memorization is key to learning, meaning is secondary, once the structures are learned, students 

will be able to transfer them to real-life language use situations even if such situations have not 

been practiced in class (Brown, 2001, 2002; Celce-Murcia, 2001; Kumaravadivelu, 2006)      

 

5.5. Communicative approach 

Out of disappointment with the methods based on traditional approaches, new perspectives 

and methods emerged in the 1970s. The idea that the study of the language detached from use and 

meaning was severely challenged (See Brown, 2001 and Richards, 2006). This movement has come 

to be known as the communicative approach, although some others prefer to talk about 

communicative approaches (in plural) or communication-oriented approaches (Kumaravadivelu, 

2006; Richards, 2006). Richards & Rodgers (2001) highlight the following as the main tenets of 

this approach:  “(a) make communicative competence the goal of language teaching and (b) 

develop procedures for the teaching of the four language skills that acknowledge the 
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interdependence of language and communication.”( p.155).  Lightbown and Spada (2006) 

summarize this approach in the following terms: 

 

 ...successful language learning involves not only a knowledge of the structures and forms 

of the language, but also the functions and purposes that a language serves in different 

communicative settings. This approach to teaching emphasizes the communication of 

meaning and interaction rather than the practice and manipulation of grammatical forms in 

isolation (p. 196) . 

 

In this approach, learners do not engage in the study of language per se, but on how to use 

language to achieve social functions, that is, to actually communicate. This implied a balance in 

the teaching of the four skills, all considered important for effective communication, functions or 

everyday language tasks became the unit of organization of the syllabi, mistakes and errors were 

seen as part of the learning process and, therefore, tolerated, and the main units of classroom work 

were activities or tasks that engaged students in naturalistic and purposeful interaction (Brown, 

2001; Richards, 2006; Richards & Rodgers, 2001).  

The communicative approach and communicative language teaching have also been 

criticized over the years (Kumaravadivelu, 2006). However, it is still considered the dominant 

approach to the teaching of languages worldwide (Richards, 2006). The fact is that, by being an 

approach and not a method, different classroom procedures and instructional designs can be 

covered by this “umbrella” term. Task-based language teaching, content-based instruction and 

content and language integrated learning, while keeping some procedural and conceptual 

differences, share the goal of language teaching as developing in students the ability to 

communicate in different contexts and situations.  

 

  5.6 Teaching without methods 

The notion of methods as generalizable across different students and contexts came under 

attack. The same method may not work for all audiences and all educational settings. For decades, 

language teaching was an endeavor of seeking for the best method, but this idea was abandoned 

after the realization that there was no best method (Brown, 2001, 2002). After the so-called 

methods-era, alternative proposals have been put forward by different authors such as informed 

eclecticism (Larsen-Freeman, 2000), principled pedagogy (Brown, 2002), postmethod pedagogy 
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(Kumaravadivelu, 2003, 2006) and context-based approach (Bax, 2003). All of these coincide with 

the idea that students' needs, characteristics, and contextual features should be the basis for 

classroom practice and methodological decisions. Using the term “eclectic approach” Mwanza 

(2017) points that this approach favors the use of a variety of language learning activities which 

are mostly different characteristically and may be motivated by different underlying assumptions 

of language teaching” (p.56). 

Considering Kumaravadivelu’s (2003 and 2006) ideas on method and methodology, 

teachers’ actions have always been eclectic since teachers often implement activities that do not 

correspond to the method they explicitly adhere to. Classroom observation often revises a 

combination of activities from different methods and epistemological stances. His claim, along 

with those of Larsen-Freeman (2000) and Brown (2002), is that such combinations should be 

systematic and informed on different disciplines, theories and their own teaching experience.  

If this idea is connected to the concept of beliefs about language learning, one can 

understand that when there is a mismatch between the rigid procedures of a method, and the set of 

students’ beliefs about how languages are learned, it is likely that students’ dissatisfaction and 

frustration might emerge. Therefore, the study of students’ beliefs and attitudes can be an important 

source of information on which eclecticism in the classroom can be based upon.  
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6. METHOD 

This is a quantitative study that is defined by Aliaga and Gunderson (2002), as the explaining 

of an issue or phenomenon through gathering data in numerical form and analyzing with the aid of 

mathematical methods; in particular statistics. This is an expo-facto design because data was 

collected in a natural environment with little or no control of the variables and the conditions of 

experimental designs have not been met. Expo-facto designs are useful to understand a 

phenomenon in its real context (Corbetta, 2007).   

6.1 Context 

The study was conducted in the city of Santiago de Cali, capital city of the Department of Valle 

del Cauca, one of the largest, most populated, and important cities in Colombia. For the purpose of 

this study one of the best known and largest private language institutes of the city was chosen. This 

institute has four headquarters around the city. It offers courses in English and French to a total of 

4,500 people according to 2019’s list of enrolled students.  The courses are organized in levels that 

go from Basic one to Let’s talk, that correspond to the levels A1 to C1 from the Common European 

Framework of Reference for language (CEFR) respectively. The institute claims to have revise 

their own methodology which guarantees a close real-life based learning experience, allowing their 

students to emphasize their learning process on more communicative aspects.  Their methodology 

focuses on oral production and is said to be based on the communicative approach. For this project, 

two of the four headquarters were chosen, the ones located to the South and North of the city in 

order to have a wider range of socioeconomic strata. Both headquarters offer courses during the 

morning and in the afternoon-night shifts.  

 

6.2 Participants 

For this study, 172 students participated. 57,2% of the students were from the south 

headquarters and 42,8% from the north.  Concerning shifts,53,2% took classes in the morning and 

46,8% in the evenings. 

Those who were part of this survey were taking different levels of English at the time of 

the study. Chart 1 shows the distribution of participants according to the levels they were enrolled 

in. It can be seen from the chart that almost half the participants were in the two courses that make 

up the basic level.   
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Chart 1. English levels the participants are enrolled in 

 

 

Chart 2 shows the distribution of the participants by levels of instruction. It reveals that 

most of the participants of this study were still high school students. It is also important to highlight 

than more than a third of the participants have a professional degree and completed college 

education.   

Chart 2. Education level  
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6.3 Instruments  

The main data-collection instrument was an ad hoc questionnaire created to survey the 

participants’ beliefs about language learning and their attitudes to different aspects about the 

methodology under which they were learning English at the said language institute. This survey 

consisted of three parts. The first part asked about general academic information including the 

course participants were taking, length of study at the institute, their previous experience studying 

English (if any). It was not possible to include more demographic information due to the privacy 

policies the institute has.The second part surveyed the students’ beliefs about the learning of 

English. Lastly, the third part of the survey enquired about attitudes students hold concerning 

specific elements in how languages are taught. Part II and III of the questionnaire comprise a total 

of 41 items expressed as affirmative statements in a Likert-type scale to which students responded 

by  choosing from strongly agree to strongly disagree (Part II) and from very satisfied to very 

unsatisfied (Part III)   In the original survey, the questions were given in Spanish to guarantee that 

students from basic levels understood clearly each statement. In the following section, more 

detailed information on how the survey was constructed will be provided.  

 

6.4 Procedure 

6.4.1 Authorization and consent 

First of all, access to participants was requested through a formal letter addressed to the CEO of 

the institute. I and the advisor of this research project had a meeting with the academic director of 

the institute, to explain the objectives of the study and the rationale. A first draft of the questionnaire 

was also sent to the administrative board. They claimed that because of their own privacy policies 

and regulations on the use of personal information of their clients, demographic questions, or any 

questions that could be used to identify the participants should be omitted. They also established 

clear conditions under which the instrument should be administered and demanded strict 

confidentiality on their methodology. Once these terms were accepted, the authorization and access 

to the facilities and participants was obtained.     

 

 

 

 



32 

 

6.4.2 Construction of the survey 

In the construction of the statements that make up the items in Part II of the questionnaire, 

our point of departure were the questions in the BALLI (Horwitz, 1999). Yet, these questions are 

original to this study and this questionnaire is not a version of the above-mentioned instrument.  

To design the questionnaire, four broad categories under which different beliefs were 

grouped were established. These categories resulted from a review of studies on language teaching 

methodology, and beliefs and attitudes towards English (see the section on background studies). 

Our emphasis is on the students and what they think and feel about learning English. The resulting 

categories are a) the value of English, b) beliefs about the role of the L1, c) the communicative 

approach, and d) traditional approach. As for Part III on the attitudes two categories were created: 

role of the teacher and methodological decisions.  

 

6.4.3 Rationale for the categories 

6.4.3.1  Value of English  

This section was included considering that English is one of the most important languages 

worldwide and that is usually associated with academic, professional and personal growth. This 

category also resembles the category of motivation to learn English in the BALLI. Furthermore, 

considering that people voluntarily sign up for courses in an institute and often pay high prices for 

this, it is considered important to know the value people attribute to this language. In this category, 

six statements were included: 

a. Being fluent in English will help me attain my academic/professional goals.          

b. Speaking English will make me look as a more educated person.  

c. English is hard to learn. 

d. The people in my country think it is important to learn the language that I’m learning. 

e. Learning English is important for my job and studies. 

f. Learning  English is important to travel to other countries.  

 

6.4.3.2. The use of L1 

The role of the students' L1 has been somewhat controversial in language teaching. While 

some methods and approaches strongly advise against L1 use in classes, others advocate for its 

rational and resourceful use in the L2 class (see Harbord, 1992 for a discussion) However, in this 
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study we seek to understand what students believe about the use of the L1. Some students prefer 

native speakers as teachers precisely because they only use the L2. On the other hand, some studies 

report that students feel more confident when their teachers occasionally use their L1 and facilitates 

comprehension as a strategy to have better communication and fluency (Carson & Kashihara, 

2012). An additional reason for including this category is the fact that many institutes in Cali have 

policies of "English-only-in-class" regardless of what students think or believe about that. So, we 

wanted to see if such policies are agreeable to what most students think. There are five items in 

this category.  

a. The teacher should speak Spanish more often in class.  

b.Teachers should provide feedback in our first language (Spanish).  

c.In a good English lesson, the teacher never speaks Spanish.   

d.  The best English teacher is a native speaker of that language. 

e. The teacher should use Spanish instrumentally when students do not understand a topic 

in class.  

 

6.4.3.3 Traditional approach 

Another long-lived debate in the teaching and learning of languages concerns the role of 

grammar in foreign language classes. Structural approaches and methods privilege the explicit 

teaching of grammar and the use of meta-linguistic information to what Rutherford & Sharwood 

Smith (1988) refer to consciousness raising. Others claim that explicit grammar instruction does 

not contribute to communicative ability and that this grammatical knowledge is not available in 

fluent communication (Krashen, 1982). Yet, others claim that grammar should be taught 

inductively, that is, prioritizing meaning and letting students discover the rules rather than being 

explicitly taught about the language (Ellis, 2002). Other features of traditional approaches include 

a strict use of textbooks, drills and memorization and the learning of lists of words. 

Many institutes around the world advertise having a communicative methodology, but their 

practices actually reflect more traditional approaches. Students might enrol in these classes 

expecting communication only to find very traditional classes, thus a gap between expectations and 

facts is generated. On the other hand, many learners who have been taught in school through a 

traditional grammar-based methodology (Savignon & Wang, 2003) might develop the belief that 

this is the best way to learn the language and even have a preference for these procedures. Nine 
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statements representing beliefs regarding traditional teaching practices were grouped in this 

category:  

a. I like using a textbook in class.  

b. The English lesson should have a fixed order and sequence.      

c. The most important part of learning a foreign language is to learn its grammar.  

d. If mistakes are not corrected in basic levels, it will be harder for learners to speak 

English well. 

e. Grammar rules must be taught through formulas. 

f. Pronunciation mistakes must be corrected as soon as they are made.  

g. Students should adapt to their teacher’s style.  

h. The most important part of learning a foreign language is learning new vocabulary.  

i. Grammar mistakes should be corrected on the spot, not after the class.  

 

6.4.3.4 Communicative approach 

On the other end of views about how languages are learned, it is frequently heard that a language 

can be learned by speaking it and by using it. Savignong & Wang (2003) found that students favor 

classroom activities that are oriented to meaning and not form. Even when people have no 

information about the communicative approach (since they are not language teachers) their view 

of language learning might align with it.   Following our brief overview of the communicative 

approach in the theoretical framework and studies on students’ beliefs about communicative 

practices, the following 11 statements were grouped under this category.  

a. The best way to learn English is through dialogues and conversation practice.  

b.The grammar rules must be taught by the means  of examples.  

c.  A good way to learn English is through games.  

d. The textbook should be used only for grammar and listening exercises.  

e. English is learned through communication.  

f. It is not necessary to learn grammar to speak a language.  

g. We should not use a textbook in class.   

h. Learning English with real-life situations or situations similar to real-life allows the 

student to learn better.  

i. Teachers should teach the way the students prefer.  
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j.Mistakes should be corrected individually after class.  

k. Learning a language is learning to speak that language.  

 

6.4.3.5 Attitudes 

Before presenting the categories and items on students’ attitudes, it is important to 

remember the distinction between beliefs and attitudes. Beliefs are opinions about a phenomenon 

that do not necessarily involve valoration or inclinations of like or dislike. Attitudes, on the other 

hand, are always evaluative. I think grammar is important to speak a language is a belief, but I feel 

grammar is boring is an attitude. Naturally, both beliefs and attitudes are closely related and might 

influence each other. As stated above, only two categories were designed for this part of the 

questionnaire. Items do not involve statements but specific items which students had to evaluate in 

terms of satisfaction. Another difference is that beliefs might be more or less stable and refer to the 

learning of English in general, while attitudes in this study are directly related to the classes 

students are currently taking.  

 

6.4.3.6  Teachers’ role 

It is a fact that a teacher can affect the attitudes students develop towards a class or even 

towards the language (Dörnyei, 2005, Harmer, 2007, Williams & Burden, 1997). Some teachers 

might have decided to take this profession because they were impacted by one of the teachers they 

had in school. Conversely, a person who felt embarrassed by the way his teacher treated him or her 

in class might develop negative attitudes toward the language and its learning. On this regard, 

participants were asked to grade their satisfaction about the following five aspects  

a. Rapport with teachers 

b. The English proficiency of Teachers 

c. Mistake correction in class 

d. Feedback given by the teacher. 

e. Additional help in case of difficulties 

 

6.4.3.7 Methodological decision 

 This second category emcompasses other aspects of classroom practice such as the 

materials, activities, assessment and contents. In the context of language learning institutes, these 
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decisions do not correspond to the teacher and are usually dictated by syllabus and policies of the 

institution. The following aspects were selected:  

a.The book 

b. The presentation of the grammar in class 

c. The activities to practice oral production 

d. Methods of evaluation of the course 

e. Topic presentation 

No additional questions were included because the number of items was already large and experts 

in questionnaire design strongly advised against this (Dörnyei, 2010). 

 

6.5 Piloting 

Once the items were created and distributed in the different parts, and the changes suggested 

by the institute were incorporated, a first draft was piloted with a sample of 12 students from the 

same institute. All students in the pilot were taking Basic 2, their ages range between 17 and 27, 

and were willing to answer the questionnaire. The purpose of the pilot was to check the clarity of 

instruction, the wording of the statements, ease to respond and to estimate how long it took students 

to answer. The average time to complete the questionnaire was 13 minutes, there were no major 

doubts or questions regarding the instructions or the wording of the statements. Participants in the 

pilot were briefly interviewed right after finishing, and they all agreed that the number of questions 

was adequate and that the items were clear and easy to understand. Since the sample of the pilot 

was so small, no statistical analysis could be applied. However, the answers were tabulated and 

trends of the answers revealed no irregular biases (all respondents choosing the same option in a 

question, or contradictions in their choices).   

 

6.6.Reliability 

After data from the sample was collected the reliability of the instrument was established 

using the Alpha Cronbach coefficient. This coefficient is a value between 0 and 1 and it indicated 

the internal consistency of the questions and its categories (Dörnyei, 2010). Optimal values for 

questionnaires in applied linguistics and second language acquisition must range between 0,7 and 

0.8, while the best expected value is above 0,8 (Dörnyei, 2010). The Alpha Cronbach coefficient 

for the questionnaire was 0,71 based on standardized elements (categories). SPSS version 24 was 
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used to estimate variations in the Alpha index if items were removed. This analysis revealed that 

all items contributed to the internal consistency of the scale, since removal of some items would 

only decrease the reliability to indexes below 0,7. Removal of two of the questions would have 

increased the reliability to 0,72, but since the increase was minimal, the questions were kept.   

   

6.7. Administration 

After the pilot study, the questionnaire was administered to a total of 173 students, in a period 

of two days. First, it was administered in the headquarters of the South during the morning and 

then at night. The classes were interrupted for about fifteen minutes for this purpose, students 

answered the survey in paper and individually. They were instructed to ask any questions they 

might have, and the researcher was there to clarify their doubts. Once students answered the 

questionnaires, the researcher collected them and identified each with a code that included letters 

and numbers to indicate the institute, schedule, and headquarters, i.e UNI 1725 Night. This 

procedure was also repeated in the north headquarter both in the morning and night shifts.   

 

6.8.Data analysis 

Data collected through the questionnaire was transcribed into an excel spreadsheet for 

further processing and analysis.  Once all the surveys were transcribed, they were transferred to 

SPSS version 25, a statistical software that allows quantitative analysis of the data. Most answers 

were recoded into a numeric system, frequencies reports and graphs were obtained and in some 

cases statistical tests were run to estimate the validity of the results. Most of the results reported, 

though, are based on descriptive statistics. Inferential statistics were used to determine the 

relationship between variables, for example, years of previous study and current beliefs about 

learning English.   
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7. RESULTS 

This chapter presents the results from the administration of the questionnaire organized into 

different sections. First, results on students’ beliefs are reported by the categories created to group 

the different items from the questionnaire. In the last section, the effects of different variables on 

both beliefs and attitudes are explored.  

 

7.1 Beliefs 

Results on students’ beliefs are shown by tables according to the a priori categories that were 

established. Answers in the extremes of the scale (Strongly agree and agree) were added up 

together.  

 

7.1.1 Beliefs of the value of English 

In the first place, there is the category “Value of English”. What was inquired of students 

in this category were the different reasons and motivations that students have to learn English. 

Participants’ responses were converted to numerical values in order to estimate the mean. The 

answers were converted in such a way that higher values in the mean indicate a stronger belief 

among the sample. Means with a value of 4 or higher suggest that the belief is strongly accepted 

or shared among the participants.  

The results in this first table show that the main reasons why people study English are the 

belief that this language contributes to improve academic and professional opportunities. These 

suggest a strong instrumental view of the importance and value of English. Participants associate 

English with access to the university, better chances of being admitted in a university major or 

work-related reasons such as a better job, a better salary and a promotion at the workplace. Many 

studies show that in countries where English is taught as a foreign language, motivation to study 

this language tend to be instrumental (Diab, 2006). Another important reason for studying English 

is its usefulness to travel to other countries (mean=4,57). It is difficult to establish whether this 

response indicates instrumental or integrative motives; some people might travel out of enjoyment 

or interest in a particular culture, others might travel for business. Regardless of the reason for 

traveling or the destination, participants acknowledge the practical role of English as a tool for 

international communication.  
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Table 2: Participants’ beliefs about the value of English 

Valid SD + 

D 

% Undecided % SA + 

A 

% Mean 

Being fluent in English will help me attain my 

academic/professional goals.  

1 0,58 2 1,16 170 98,26 4,75 

Speaking English will make me look like a more 

educated person. 

41 23,2 42 24,28 90 52.02 3,46 

Learning English is important for my work or 

studies. 

2 1 2 1,16 169 9,.68 4,77 

English is hard to learn. 98 56,61 40 23,12 35 20,23 3,58 

People in my country believe it is important to 

speak the language I am learning. 

10 6 10 5,78 153 88,44 4,36 

Learning English is important to travel to other 

countries. 

8 4,73 3 1,73 162 93,64 4,57 
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According to Cook (2008), for a long time the study of foreign languages was restricted to 

social elites and was seen as a sign of prestige and social status and high-class education. Half the 

participants (52,2%) agree or strongly agree with the idea that speaking in English makes one look 

more educated. Although this is the most frequent answer, opinions on this belief are rather split 

and do not show the same homogeneity as other statements reflecting academic and job 

opportunities. In fact, the mean is below four, indicating a moderated acceptance of such a belief. 

In Dörnyei’s theory of motivation (Dörnyei, 2005; 2009), a learner needs to form an ideal L2 self, 

an image of him or herself as a user or speaker of the target language. Motivation will depend on 

how close or distant the ideal self is to the actual self. One of the components of the ideal L2 self 

is the ought-to-L2 self which refers to “attributes that one believes one ought to possess to meet 

expectations and to avoid possible negative outcomes” (p.29) and it also involves external 

assessment, acceptance of other people or what one thinks others expect of the learner. As the 

results suggest this ought-to-L2 self seems to be an important motivator to engage in language 

study since 88,4% of the participants agree or strongly agree with the idea that other people 

consider mastery of English important, with a mean value above 4. Thus, apart from the 

instrumental benefits English might bring to the learner, a second frequent motive seems to be 

satisfying social expectations. Finally, different models of motivation suggest that the perception 

of a task as easy or difficult might affect motivation (Dörnyei, 2005; Williams & Burden, 1997). 

Answers from the participant show that the belief that English is difficult is not so strongly rooted, 

and half the sample think learning this language is easy.  

 

7.1.2  Beliefs about the role of L1 

What do students in the sample think about the use of Spanish in English classes? Table 3 below 

shows the results of the different items intended to measure this aspect. Once again, answers were 

coded in numerical terms to estimate the mean for each item. Higher values of the mean indicate 

approval or acceptance of the use of Spanish in the English class. 
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Table 3: Beliefs about the role of the L1 

Valid SD + 

D 

% Undecided % SA + 

A 

% Mean 

The teacher should speak Spanish more often in 

class. 

151 87,76 11 6,36 11 6,36 1,68 

In a good English lesson, the teacher should never 

speak Spanish. 

17 9,73 22 12,72 134 77,46 1,89 

Teachers should provide feedback in our first 

language (Spanish).  

115 66,4 38 22 20 11,6 2,12 

The teacher should use Spanish instrumentally 

when students do not understand a topic in class. 

68 39,76 40 2,.12 65 3,.57 3,01 

The best English teacher is a native speaker of that 

language. 

56 32,4 58 33,5 59 34,2 2,89 
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Results reveal that students believe that in terms of L1 in the L2 class, the less the merrier. 

While opinions are divided and there is a high degree of heterogeneity, higher frequencies tend to 

lean towards the idea that the teacher should speak only English as Spanish should be seldom used 

in class. The mean value for all statements is below 3,5 confirming the previous remark. Most 

students (87,7%) disagree with the idea of a teacher speaking Spanish more often in class, and most 

(77,4%) agree with the idea that a good lesson is one in which only English is spoken. This belief 

might reflect the idea that since exposure to the language might be limited outside the classroom, 

the class should be a source of rich and abundant input. This results contradict the findings of 

Savignon & Wang (2003) whose participants showed a preference for use of the L1, but are 

consistent with the findings from Carson & Kashihara (2012) whose participants prefer the use of 

the L2 and considered the L1 should be used as little as possible. Participants in both studies were 

university students in more formal contexts and in classes leading to credits in a curriculum. The 

differences reported here might be due to the nature of the educational context. A final word on the 

view of the native speaker teachers. Native speakers are often preferred as teachers for their natural 

competence in the language and because they often do not speak the students’ L1. Although the 

highest percentage of responses agrees with the idea of a native speaker being the best teacher, the 

percentage is not significantly superior to the percentages in the other options, showing a rather 

heterogeneous opinion on this topic.  

 

7.1.3 Beliefs of the traditional approach  

People have beliefs about language learning that do not necessarily match the developments 

in theory and didactics in the field. While theoreticians and experts express refusal for traditional 

language teaching practices, people might actually agree with such practices. These statements 

reflect some traditional views of language teaching and it was expected to see to what extent the 

participants hold these as true. Table 4 summarizes the participants’ responses.  
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Table 4 Traditional approach to teaching languages 

Valid SD + 

D 

% Undecided % SA + 

A 

% Mean 

I like using a book to learn English 13 7,5 35 20,2 125 72,3 3,89 

English classes must have a fixed order and sequence. 13 7,5 41 23,7 119 68,7 3,94 

Grammar mistakes should be corrected on the spot, not after 

the class. 

4 2,3 8 4,6 161 9,1 4,5 

The most important part of learning a foreign language is 

grammar. 

29 16,89 47 27,2 97 56,1 3,5 

If the mistakes are not corrected at the basic levels, then it will 

be difficult for students to speak English well. 

8 4,6 18 10,4 147 85 4,2 

Grammar rules must be explained with formulas. 46 26,7 67 38,7 60 34,6 3,01 

Pronunciation mistakes must be corrected as soon as they are 

made. 

1 0,6 2 1,2 170 98,3 4,8 

Students should adapt to their teacher’s style. 57 32,9 62 3,8 54 31,3 2,98 

The most important part of learning a foreign language is 

learning new vocabulary. 

5 2,9 16 9,2 152 87,9 4,31 
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Students beliefs about how a language should be taught are rather mixed, showing some acceptance 

of traditional tenets and some less traditional. For example, students’ beliefs regarding error 

correction seem to favor traditional views, that is, errors should be corrected on the spot and should 

not be tolerated. All statements that refer to correcting mistakes immediately and eliminated have 

rates of agreement higher than 85% and mean values above 4.    

Regarding beliefs about the importance of linguistics aspects of the language in language 

teaching, both vocabulary and grammar are considered important by the participants. More than 

half of the sample (56,1%) considered that grammar is a very important aspect of language 

learning; and the majority (87,9) considered that the most important is learning new vocabulary. In 

short, students’ beliefs align with methods such as the grammar-translation method, the direct 

method and the audiolingual method that emphasize the learning of the linguistic elements, namely, 

grammar and vocabulary. Only one statement in this category addressed how grammar should be 

taught, suggesting that the use of explicit metalanguage and structural information (metalanguage) 

would be the best way to approach this task. Students’ beliefs on this matter are split with 

remarkably similar percentages in all three levels of the agreement-disagreement continuum. 

Indeed, the highest percentage of responses is undecided. This means that many students do 

consider grammar important, but they do not unanimously believe that the structural explanation 

is the best way to teach it. Notice, though, that the percentage of students that agree or strongly 

agree is still superior to the percentage of students who disagree.  

Another typical feature of traditional approaches is teacher-centeredness. The teacher 

implements a method and students must adapt to it, and the teacher exerts control through the order 

and sequence of activities. Here, beliefs seem to be mixed; students disagreed when asked whether 

students should adapt to the way teachers teach. In this sense, from the 173 respondents, 57 were 

in disagreement and 62 were undecided which averages over 65% of the sample. Still, over 30% 

of the sample do believe students have to adapt to the teachers’ method (or methodology). On the 

other hand, the majority of the students favor the idea of a neatly organized and sequenced lesson 

(68,7%). Lessons with a lot of creativity, variety, unexpected activities, and “surprises” might 

produce some discomfort. More traditional lessons with fixed patterns (such as presentation, 

practice and production) might be more agreeable for two thirds of the participants.  This aligns 

with students stated views on the use of the textbook. Over two thirds of the participants enjoy 
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using a textbook.  Textbooks come organized by units and lessons that have a rather fixed order 

and sequence that becomes a routine, dependable and predictable.  

7.1.4 Beliefs of the communicative approach  

As discussed in the theoretical framework, experts in language teaching methodology claim 

that language is best learned when it is seen as a tool to achieve social functions and to 

communicate. This category in the questionnaire seeks to uncover to what extent participants agree 

with some claims from this language teaching approach. Results are summarized in table 5 below.  

A look at the table reveals that students’ view of how a language should be taught inclines 

moderately towards a communicative approach. Out of the 11 items in this subscale, 6  have mean 

values above 4, showing strong agreement with communicative ideas about teaching. In the 

previous category, results showed that students did consider grammar important. In this category, 

responses confirm that value attributed to grammar as almost two thirds (60,2%) of the sample 

disagree or strongly disagree with the idea that grammar is unnecessary to learn a language 

(mean=2,33). What answers in this category add is the fact that students believe that grammar 

should be taught through examples (97,7% agree or strongly agree with this statement), but they 

did not agree with the structural teaching of grammar as shown in the review of the previous 

category. Moreover, regarding the teaching of the language in general, students favor dialogues 

and conversation practice (mean=4,54), games (mean=4,55), through real-life situations 

(mean=4,66), and through communication (mean=4,47). We remind the readers that the closer the 

value of the mean to 5, the higher the frequency of strong tendencies towards the stated belief.       

Within the communicative approach, some authors oppose the idea of using a textbook (see 

Richards, 2014, for a discussion of arguments for and against textbooks). Moderate positions on 

this debate consider the textbook as a resource or proposal that is to be adapted according to 

students’ needs rather than just adopted (Harmer, 2007). Participants in this study clearly believe 

that the textbook is an important part of teaching and learning the language. In the previous 

category, most students agree with the statement “I like using a textbook in class”. Consistent to 

that view, in this category, the majority of students (83.3%) disagree with the statement “we should 

not use a textbook”, meaning that they do consider the book important in class. Yet, the students 

also suggest that there are specific areas for which they prefer the book, namely, grammar and 

listening exercises, and not for all aspects of the class, a statement that counts for a percentage of 

agreement above the 80% as well.  
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Table 5: Beliefs of the Communicative approach 

Valid SD+D % Undecided % SA+A % Mean 

The best way to learn is through dialogues and 
conversation practice. 

2 1,2 9 5,2 162 93,6 4,54 

Grammar rules must be explained with examples. 1 0,6 3 1,7 169 97,7 4,69 

A good way to learn English is through games 2 1,2 8 4,6 163 94,2 4,55 

English is learned primarily through communication. 6 3,5 11 6,4 156 90,2 4,47 

It is not necessary to learn grammar to speak a language. 104 60,2 48 27,7 21 12,2 2,33 

You should not use a book in the English class. 144 83,3 21 12,1 8 4,6 1,88 

Learning English with real-life situations allows for better 
learning. 

1 0,6 4 2,3 168 97,1 4,66 

Teachers should teach in the way students like best. 19 11 48 27,7 106 61,3 3,73 

Mistakes should be corrected individually after class. 41 23,7 41 23,7 91 5,.6 3,41 

Learning English is learning to speak the language. 16 9,3 27 15,6 130 75,1 3,96 

The textbook should be used only for grammar and 
listening exercises. 

4 2,3 28 16,2 141 81,5 4,07 
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There are three items in this category in which students’ beliefs seem to be divided. First, 

the prevalence of speaking as the main skill in learning a language shows a mean value below 4. 

Although over 75 of the participants agreed with the statement that learning a language is learning 

to speak, percentages in the undecided and disagree options were considerable adding to a quarter 

of responses. Beliefs are also divided regarding error correction. In the previous category, answers 

showed that students believed that mistakes were better corrected on the spot. In this category, half 

the participants agree that correction should be done after class and individually, but almost a 

quarter of participants felt undecided and the same percentage felt against this practice. Finally, the 

ideas of student centeredness, expressed in the statement “teachers should teach the way students 

like” also produced mixed beliefs. While almost two thirds agree or strongly agree with this 

statement, the remaining participants felt undecided (27,7%) or against this statement (11%) and 

the resulting mean value scored below 4. Answers in the previous categories regarding teacher-

centeredness are consistent with results in this item. In short, in can be said that more than half the 

students believe teachers should adapt their teaching to students preferences and likes, an important 

percentage still believes that teachers know best, and that students should adapt to their teachers’ 

style 

 

7.2 Attitudes 

For the second section of the survey, ten attitude statements were given, these were categorized 

into two dominant groups related to the teachers’ role  and methodological decisions. In these 

statements students expressed their degree of satisfaction. For numerical calculations, higher scores 

represent higher degrees of satisfaction and, thus, more positive attitudes.  

 

 7.2.1 Students’ attitudes towards the teacher role   

To begin with, teachers are one of the main elements when teaching and learning as well 

as students, but in this part of the survey, we wanted to know the attitude of the students towards 

the teachers. 
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Table 6: Students’ attitudes towards the teacher role  

Valid U+UN % Neutral % S+VS % Mean 

Teacher’s rapport 4 2,3 6 3,5 163 94,3 4,45 

The English proficiency 

of Teachers 

4 2,3 1 0,6 168 97,1 4,60 

Mistake correction in 

class 

12 7 24 13,9 137 79,1 4,06 

Feedback given by the 

teacher. 

8 4,6 18 10,4 147 85 4,15 

Additional help in case of 

difficulties. 

9 5,2 22 12,7 141 81,5 4,15 

 

In table 6, it is evident that students have very positive attitudes towards their teachers. 

Notice that all mean values are above 4, and the percentage of students expressing being satisfied 

or very satisfied is higher than 75% in all statements. In other words, this sample of students feel 

satisfied with the relationship they establish with their teachers, the way their teachers correct 

mistakes, provide feedback and the support they receive when facing difficulties in class. The 

highest ranked aspect is the level of proficiency of the teachers. The percentage of students 

expressing dissatisfaction in the different aspects considered in this category is always below 6%.   

 

7.2.2 . Methodological decisions 

This second category refers to different classroom aspects that include the textbook (class 

material), the presentation of grammar and the presentation of topics, assessment and oral practice 

activities. In other studies, aspects such as these would be considered within the teachers’ role. 



49 

 

However, it is important to bear in mind that in these institutes, as well as in many others, these 

decisions are not to the teachers’ to make, but come from institutional guidelines and policies.  

Once again, table 7 reveals positive attitudes among the students regarding methodological 

choices. This holds especially true for the activities to practice oral production or speaking, the 

assessment and the presentation of topics in class. With means close to values of four, attitudes are 

still positive towards the textbook used in this institute and the way grammar is presented.  

 

Table 7: Students’ attitudes towards some methodological decisions  

Valid U + 

UN 

% Neutral % S + 

VS 

% Mean 

The book 6 3,5 38 22 129 74,6 3,95 

The presentation of the 

grammar in class. 

14 8,1 30 17.3 129 74,6 3,95 

The activities to practice oral 

production. 

8 4,7 24 13,9 141 81,4 4,19 

Methods of evaluation of the 

course. 

7 4 29 16,8 137 79,2 4,09 

Topic presentation. 4 2,3 17 9,8 152 87,3 4,21 

 

7.3. Effects of different variables on beliefs and attitudes 
 To complete the analysis, it was intended to see how other variables affect the results in 

beliefs and attitudes identified in the sample of participants. For this purpose, participants were 

grouped by the level or course they were taking, shift, place where they study, educational level, 

knowledge of another language and previous study of English. Beliefs and attitudes were also 

separated according to the categories established. Results for beliefs are summarized in table 8 

below.  
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Table 8: Effects of different variables on students’ beliefs about language learning 

Variables Dimensions Value of 

English 

Role of 

the L1 

Traditiona

l approach 

Communicati

ve Approach 

Beliefs 

Level/Class Basic1 4,25  2,38  4,00  3,78  3,60 

Basic2 4,24  2,45  4,01  3,74  3,61 

Intermediate 4,38  2,33  3,95  3,76  3,60 

Advanced 1 4,27  2,30  3,75  3,67  3,50 

Advanced 2 4,21  2,15  3,81  3,75  3,48 

Shift Morning 4,25  2,36  3,96  3,83  3,60 

Afternoon 4,28  2,28  3,88  3,64  3,52 

Branch South 4,27  2,30  3,95  3,74  3,56 

North 4,25  2,36  3,89  3,75  3,56 

Education High school 4,16  2,41  3,95  3,78  3,57 

Technicians 4,25  2,51  4,07  3,82  3,66 

Professional 4,38  2,18  3,87  3,68  3,53 

Postgraduate 4,61  2,07  3,52  3,56  3,44 

Knowledge of L3 No  4,24  2,33  3,91  3,74  3,56 

Yes 4,43  2,24  4,01  3,73  3,60 

Previous study of 

English 

No 4,23  2,37  3,94  3,78  3,58 

Yes 4,31  2,25  3,90  3,69  3,54 
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A glance at table 8 suggests that the selected variables do not have much impact on students' beliefs. 

In all groups, the beliefs associated with the value or importance of English show the highest 

means, meaning they share a view of English as important and necessary, especially for academic 

and professional interests.  The group with the highest mean in this category is that of postgraduate 

students (mean= 4,61). All groups display low mean values (that is, equal or below 2,5) about the 

role of Spanish in the English class. Regardless of the different selected variables, most students 

feel strongly against Spanish being used in the foreign language classroom. Once again, this 

rejection seems to be strongest among postgraduate students. As for how students think English 

should be taught, a trend seems to be a preference for an eclectic approach to teaching, one that 

combines elements of both traditional and communicative approaches. Notice that means values in 

all groups between the beliefs about the traditional approach and beliefs about the communicative 

approach display very similar menas values with a slight tendency favoring traditional approaches. 

Only in postgraduate students a slightly higher mean is seen favoring communicative practices. 

When looked at by levels, the more basic the students, the more traditional their views on language 

teaching.  

Statistical comparisons of means using the one-way ANOVA reveals statistically 

significant differences in the following variables:  by shift in beliefs about communicative 

classroom practices (F=12,43, p= 0.001), showing that students in the morning actually report more 

frequently beliefs that language should be taught communicatively as opposed to the views 

expressed by their counterparts in the afternoon. By educational level, beliefs about the role of the 

L1 also reach statistical significance (F=4,5; p=0.004) which confirms that postgraduate students' 

beliefs about their rejection of the use of the L1 in the classroom are different from those students 

in other educational levels. Next, table 9 shows the same analysis for attitudes.  

This analysis shows that attitudes in general, towards the role of teachers and 

methodological decisions are positive since in almost all cells mean values are above 4. Of the two 

components of attitudes, teachers are always the best assessed, and it appears to be the case that 

students in the level Advanced 1, are the ones who show most positive attitudes towards their 

teachers and how they act in class. In attitudes towards methodological decisions, four cells display 

mean values slightly below 4, students in the intermediate level, students in the South headquarter, 

technicians, and students who already knew a second language apart from English. Again, students 
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in the level advance 1 report the most positive attitudes in this aspect. Overall, all groups report 

satisfaction with their classes. The least satisfied group, based on the mean value, is the group of 

technicians.   

Table 9: Effects of different variables on students’ attitudes about language learning 

Variables Dimensions Teachers’ role Methodological 
decision 

Total Attitudes 

Level/Class Basic1 4,31 4,13 4,22 

Basic2 4,32 4,14 4,23 

Intermediate 4,34 3,91 4,13 

Advanced 1 4,50 4,34 4,42 

Advanced 2 4,13 4,03 4,08 

Shift Morning 4,25 4,08 4,17 

Afternoon 4,33 4,08 4,20 

Branch South 4,19 3,94 4,07 

North 4,41 4,28 4,35 

Education High school 4,26 4,12 4,19 

Technicians 4,13 3,84 3,99 

Professional 4,36 4,08 4,22 

Postgraduate 4,27 4,07 4,17 

Knowledge of L3 No  4,29 4,09 4,19 

Yes 4,27 3,97 4,12 

Previous study of 
English 

No 4,23 4,10 4,16 

Yes 4,37 4,06 4,22 
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 When mean values among groups were compared by means of the one-way ANOVA, 

statistically significant differences in attitudes were found only by branch or headquarters regarding 

attitudes towards methodological decisions (F=11,76, p=0,001). Thus, students in the North branch 

reported positive attitudes towards the methodological decisions when compared to students in the 

South.  

 To sum up, differences in where in the city and when in the day  the students take their 

classes, the level they are enrolled in, their educational level, knowledge of other languages and 

previous study of English have little to no effects on their beliefs and attitudes. Only in a few 

aspects  statistical differences were found, but differences in mean values were very little. This is 

consistent with other studies in which variance among attitudes and beliefs have been linked to 

cultural background, linguistic background, target languages being studied and gender. Since all 

students in the sample are Colombians’ whose first language is Spanish it is natural to find little 

effects in other variables. In socioeconomic terms, participants in the sample must be in similar 

conditions since they are all able to afford courses in this private institute.  

 



54 

 

 

8. CONCLUSIONS 
 

 The results from the questionnaire show that students of English in a private institute value 

English for instrumental purposes, because they see this language will be necessary to improve 

their academic and professional opportunities. Another important motive is complying to social 

standards acknowledging the importance of the ought-to-L2 self. In addition, these participants 

consider that the English class must be taught almost exclusively in English and most agree that 

Spanish has little or no place in a class. On the other hand, they do not unanimously believe that 

native speakers of the language are the best teachers. As for their views on how the language should 

be taught, an eclectic view or approach emerges, one that combines traditional and communicative 

practices. On the traditional end, they value linguistic elements of the language such as grammar 

and vocabulary, need that mistakes of different nature should be corrected immediately, that the 

teacher should lead the lesson and provide a fixed and logical sequence and that a textbook is an 

important element in good lessons. On the communicative end, they value the use of games, 

dialogues, emphasis on speaking, examples (rather than structural formulae) for introducing and 

teaching grammar and contextualization of language practice into real-life situations.  

 When it comes to attitudes, participants in the sample have very positive attitudes towards 

their teacher and some of the methodological decisions implemented in the institute. One of the 

most positively regarded aspects is the level of proficiency in English of their teachers. With a little 

less satisfaction, attitudes towards different methodological decisions in the institute were also 

mostly positive. This speaks highly of the institute in terms of their choice of teachers and the 

method they implement.  

A number of implications can be drawn from these results. For language institutes and other 

types of language academies that offer language classes for people outside other formal educational 

settings, this study reveals several important points. Policies of English-only classes are generally 

approved by students and are consistent with their views and opinions of what good foreign 

language lessons are like. Second, while in terms of marketing advertising a fully conversational 

and communicative methodology might be beneficial, in practice students seem to value some 

features of traditional approaches. A methodology that combines such features will be more 

adequate for many students and more aligned with their beliefs. Finally, many of these institutes 
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design their methods and excerpt a great deal of control over their teachers. In this particular case, 

the decisions made by the institute seem to be appropriate as the attitudes of the students were very 

positive. However, the fact remains that many of these institutes do not consider students, their 

beliefs and attitudes when designing said methods and policies. Knowing what students think, 

believe and need should be a central part of the process of syllabus design. Considering the growing 

populations signing up for these institutes this should be a priority.  

Some of these implications hold true for language teacher education programs as well. A 

mismatch between what teacher trainees learn about teaching and what students believe about 

teaching is common. New teachers often want to be innovative and implement the most topnotch 

methodologies and activities. In doing so, they might overlook their students’ beliefs and meet 

dissatisfaction on their part. Learning to listen to their students is important. Moreover, this study 

suggests that students have an eclectic view on how the language should be taught. Therefore, 

practicing teachers and pre-service teachers need to be eclectic in their methodological choices. 

Students’ eclecticism, though, is usually uninformed; teachers’ eclecticism needs to be grounded 

on sound theory and principles from education and linguistics. Finally, when students’ beliefs and 

attitudes lead to inadequate learning, fossilization, drop-out and other negative effects, and it is 

impossible to make methodological adjustments to meet those beliefs, teachers need about how 

beliefs and attitudes can be changed too.  

 This study was conducted with a relatively small sample and with students from only one 

institute. Future studies may consider a larger sample and from a variety of these academies to 

draw a wider picture of students’ beliefs and attitudes about learning English in the city. 

Furthermore, it would be interesting to explore beliefs and attitudes in formal educational settings 

such as schools and universities, to contrast results from different contexts and population is likely 

to lead to a better understanding and a richer picture of what students believe is “right” or “wrong” 

when learning English. This knowledge might inform different decisions in curriculum planning 

and language and educational policies at a time when there is a pressing demand for people with 

better proficiency in English and the gap between offer and demand keeps growing.  
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10. APPENDIX 

10.1 Original Survey in Spanish  

 

Estimados estudiantes,  

El siguiente cuestionario tiene como fin identificar las creencias y actitudes que tienen los 

estudiantes de los diferentes cursos que ofrece este instituto, desde el nivel Básico hasta el nivel 

Let’s Talk, acerca del aprendizaje del inglés. La información recopilada a través de este 

cuestionario será́ utilizada con fines académicos y de investigación, nunca con fines comerciales. 

No se solicitará información personal de ningún tipo. Lo anterior, ya que harán parte de la 

investigación de mi trabajo de grado para obtener el título de Licenciada en Lenguas Extranjeras 

Inglés-Francés de la Universidad del Valle. 

Al encuestado se le garantiza el derecho a la confidencialidad y respeto a la privacidad según la ley 

1266 de 2008.  

Muchas gracias por su participación.  

 

 

Lisa Michell Echeverry Mera, código 201525304  

Profesor Carlos Alberto Mayora (Director Trabajo de Grado)  
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I. INFORMACIÓN ACADÉMICA 
 

1. Nivel que está cursando:   

Básico 1 __ Básico 2__ Intermedio __ Avanzado 1__ Avanzado 2__ Let’s talk __ 

a. Mañana ___ Tarde ___ 

b. Sede Norte ____ Sede Ciudad Jardín ____ 

c. ¿Cuánto tiempo lleva estudiando en Learn English International?  

      ________________________________ 

 

2.   Nivel de escolaridad (Primaria/ Bachiller/ Técnico - profesional/ Tecnológico/     
Profesional): ________________________________________ 

 

a. ¿Habla alguna lengua extranjera?      SI _____ NO ______ 

b.  ¿Cual? _____________________ 

 

3.  Estudios de inglés antes de iniciar en Learn English International: 
 

a. ¿Ha estudiado inglés en algún otro lugar?  Sí ___ No ___  

b. Si la respuesta anterior fue afirmativa, por favor escriba el lugar donde realizó dicho estudio y 

la duración del mismo: 

__________________________________________________________________ 
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II. MIS CREENCIAS ACERCA DEL APRENDIZAJE Y ENSEÑANZA DEL INGLÉS 

 
Marque con una equis (X) la columna que mejor exprese su grado de acuerdo o desacuerdo con 

cada uno de los enunciados presentados a continuación:  
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 d
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 d
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n 
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sa

cu
er

do
 

1. Hablar bien inglés me ayudará a alcanzar mis metas 

profesionales/académicas. 

     

2. La mejor forma de aprender es a través de diálogos y 

conversaciones.   

     

3. El profesor debería hablar más español en la clase.       

4. Las clases de inglés deben tener un orden y secuencia fija.      

5. Las reglas gramaticales deben ser explicadas con 

ejemplos.  

     

6. Es bueno aprender con juegos.      

7. El libro como se debería usar solo para la enseñanza de la 

gramática y ejercicios de escucha de audios. 

     

8. El inglés es aprendido principalmente por medio de la 

comunicación.   

     

9. Los profesores deberían corregir en la lengua materna 

(español) 

     

10. Aprender inglés es importante para poder viajar a otros 

países.   

     

11. En una buena clase de inglés, el profesor nunca debe 

hablar español. 
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12. No es necesario aprender gramática para poder hablar una 

lengua.  

     

13. No se debería usar libro en la clase de inglés.       

14. Me gusta usar un libro para aprender inglés.       

15. La parte más importante de aprender una lengua 

extranjera es aprender la gramática.   

     

16. Aprender inglés con situaciones de la vida real o 

situaciones similares a la vida real permite un mejor 

aprendizaje. 

     

17. Si los errores no se corrigen en los niveles básicos, 

después será difícil que ellos hablen inglés. 

     

18. Los profesores deben dar las clases del modo que más les 

gusta a los estudiantes.  

     

19. Las reglas gramáticas deben ser explicadas con fórmulas.      

20. Los profesores deberían corregir las fallas de los 

estudiantes en pronunciación en el momento que ocurren.  

     

21. Hablar inglés me hará ver como una persona más 

educada.  

     

22. Aprender inglés es importante para mi trabajo o estudios.      

23. El mejor profesor de inglés es un hablante nativo de ese 

idioma.  

     

24. Los estudiantes deben adaptarse a la manera como los 

profesores enseñan.   

     

25. El inglés es una lengua difícil de aprender.       
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26. Lo parte más importante de aprender una lengua 

extranjera es aprender nuevo vocabulario.  

     

27. Los profesores deberían corregir después de la clase con 

cada uno de los estudiantes.   

     

28. Aprender inglés es aprender a hablar el idioma.      

29. La gente en mi país cree que es importante hablar el 

idioma que estoy aprendiendo.  

     

30. Los profesores deberían corregir las fallas gramaticales 

de los estudiantes en el momento que ocurren, no 

después. 

     

31. El profesor debe usar el español como auxiliar cuando los 

estudiantes no entiendan algún tema.  
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III: ACTITUDES 

Evalúe, cada uno de estos aspectos con respecto a su experiencia en el instituto.  
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1. El trato de los profesores.      

2. El libro.      

3. La corrección de errores en la clase.       

4. El nivel de inglés de los profesores.      

5. La presentación de la gramática en la clase.      

6. Las actividades para practicar la producción oral.      

7. Los métodos de evaluación del curso.       

8. La presentación de los temas.       

9. La retroalimentación que da el profesor.       

10. Apoyo adicional en caso de dificultades.       

 


